More students than ever view attending college as a viable option (Reynolds, 2001) . As much as 88% of eighth graders indicate an interest in postsecondary education (Venezia, Kirst, & Antonio, 2003) , and the number of students attending college within 2 years after graduating from high school has steadily risen over the past 3 decades (Wirt et al., 2004) . Given these aspirations and enrollment figures, it is crucial that students are prepared for the academic and social demands of college.
The transition from high school to college presents challenges as well as opportunities. Students attending residential colleges are typically living on their own for the first time. They must simultaneously adapt to college academic rigor and new social responsibilities (Holmstrom, Karp, & Gray, 2002) . For some, it may be the first time that they have the responsibility of waking themselves up for classes, getting along with roommates, making new friends, or confronting choices about drinking and dating. These are only a few of the potentially new social and emotional stressors that the first-year college student faces (Karp, Holmstrom, & Gray, 1998) . Many students are ill-prepared for these changes, partly because college and high school have different standards and expectations (Venezia et al., 2003) . Failure to understand the different expectations in the two settings can impact academic motivation and achievement (Kern, Fagley, & Miller, 1998) .
The high school-college disconnect in academic expectations is clearly reflected by the number of college students enrolled in remedial classes. Sixty-three percent of students pursuing 2-year degrees and 40% of students in 4-year colleges take at least one remedial course in their first semester (Kirst & Bracco, 2004) . The high school-college social disconnect is evidenced by the college students' emphasis on social concerns rather than academic ones (Bank, Biddle, & Slavings, 1992) . The salience of social concerns continues throughout the postsecondary school experience. College graduates have reported making greater progress in terms of their personal growth than their academic growth (Tan, 1996) . These college transition realities can be traced to theoretical perspectives describing the student-institution relationship.
Theoretical Foundations of the High School-College Disconnect
Expectancy-value theory and ecological theory provide a theoretical foundation for studying differences in precollege expectations and first-year college experiences. Both theories emphasize the interconnected relationship between the institution and the student, and inform the study of the transition from high school to college. Expectancy-value theory is based upon a multiplicative model that has been used to predict a student' s motivation to learn. It states that motivation to perform to one' s ability is a product of the incentive inherent in an outcome and the likelihood of success (Geiger & Cooper, 1995; Wigfield & Eccles, 2000) . Perceptions on either variable can dramatically affect how first-year college students apply themselves academically. For example, students who doubt that they will be successful (e.g., college is too hard) may not study or modify their study habits to fit with the rigor of college academics. Other students might not expend sufficient effort to achieve because they do not perceive a college degree as a valued incentive, or their college attendance might be the result of parental pressure. The two applied examples of expectancy-value theory demonstrate the need to better understand students' prematriculation expectations of the academic realities in college.
Ecological theory has been used to describe a student' s ability to connect with the institution based on the relative attractiveness of the college environment (Tinto, 1993) . According to ecological theory, academic and social satisfaction is a function of the extent to which students' personal characteristics or traits "fit" with the academic and social environment at a particular college (Astin, 1993) . The environment is comprised of many facets including the physical environment, students, and social/academic opportunities to connect with others. The relative openness of students, faculty, and staff in the college contributes to the students' views of the environment. When student characteristics do not align with the environment, students can experience a sense of regret for selecting the college and subsequently leave the institution. The lack of fit may be attributed to unrealistic expectations on the part of the student or a perception that the institution is not fulfilling its obligations (Darlaston-Jones et al., 2003; Gerdes & Mallinckrodt, 1994) .
Taken together, expectancy-value theory and ecological theory provide a lens to view the high school-college disconnect. The information can be a focal point for research and communication between high school and college personnel. Empirical analyses based on these theoretical foundations can provide insight into the steps that need to be taken to reduce the level of disconnect that students may experience.
Research on the High School-College Disconnect
The Bridge Project was a comprehensive research endeavor undertaken to study the high school-college transition in six states (Kirst & Venezia, 2004) . The researchers found little evidence of collaboration between K-12 and postsecondary institutions. According to the study, the two systems appear to be operating without consideration of the other, leaving a chasm for students to negotiate on their own. Instead of building a stronger foundation for college during their senior year, the Bridge Project reported that high school students spent little time studying during their last year in high school. One reason cited was that students perceived little connection between high school and college success. The problem is exacerbated by the fact that high school teachers and college professors have different views regarding college preparation (Kirst & Bracco, 2004) . For example, high school teachers may view taking the appropriate courses as being prepared, whereas college professors assume students arrive at college with skills such as reading comprehension, being able to synthesize large amounts of related information, and the ability to engage in independent learning.
Throughout the 1990s and continuing today, secondary school curricular reforms have focused on developing state and national learning standards. However, the standards are not always aligned with college curriculum and professor expectations (Linn, 2000) . Furthermore, state and local educational systems do not assess the quality of college preparation programs or report high school graduates' college attendance and retention rates consistently (Venezia et al., 2003) . The focus on improving learning standards within the K-12 system and the lack of data on high school to college transitions make it difficult to recommend changes in course content that would better prepare students for the transition to college.
In addition to aligning K-12 curriculum, students need accurate information about the differences between negotiating high school and college academic organizational environments (Alexson & Kemnitz, 2003) . For example, many high schools offer a limited selection of courses beyond the core subject areas. In contrast, college course selection involves identifying classes from potentially thousands of choices in different major, minor, and general education programs. High school counselors tend to focus on helping students identify colleges rather than introducing them to the different academic structures or requirements offered in college (Kirst, Venezia, & Antonio, 2004) . The Bridge Project revealed that teachers and parents were more likely to assist students in making decisions about courses and selecting a major than high school counselors. The absence of collaboration between high schools and colleges leaves students with misconceptions about the college environment. These misconceptions have implications for student adjustment to college both academically and socially (Kirst & Venezia, 2004) .
Research on college adjustment suggests that residential first-year students are more concerned with the changes in the daily routines than with the academic demands of college (Holmstrom et al., 2002) . The situation is further complicated because students tend to have unrealistically high expectations for their social lives; decades ago, Stern (1966) coined this misperception as the "freshman myth." He found that freshmen enter college with false expectations in both academic and nonacademic domains. They assumed that colleges provided extracurricular activities and academic opportunities that could only exist in a utopian situation (Stern, 1966) . Recent studies suggest that parts of the freshmen myth live on. Larose & Boivin (1998) found that students expected to find greater opportunities for social interaction than warranted. Paul and Brier (2001) found that social experiences in college did not meet prematriculation expectations of first-year students. Many of the students had not made any meaningful friendships, reported feelings of loneliness, and missed their friends from home. Similarly, Jackson, Pancer, Pratt, and Hunsberger (2000) found that prematriculation expectations impacted adjustment. Students with pessimistic expectations were more likely to have a difficult time adjusting to the university when compared to those who were optimistic. They demonstrated a higher degree of stress and exhibited more depressive symptoms. However, type of expectation was not the only important factor. Being prepared to make adaptations was a key variable. Students who held positive expectations and were prepared to make adaptations fared better than those who simply had an optimistic outlook.
Positive academic expectations do not guarantee success. Similar to the social-emotional realm, the key to academic success seems related to an ability to adapt. Students who entered college with unrealistically high expectations were less successful academically than students with lower, but more accurate grade expectations (Weissberg, Owen, Jenkins, & Harburg, 2003) . These latter students exerted more effort into their academics, studied more, and attended class more regularly than students with unrealistic expectations (Weissberg et al., 2003) .
The aforementioned studies demonstrate potential problems associated with the disconnect between high school expectations and college experiences. The current study further explores the topic. The specific research questions that guided the study included:
1. To what extent do first-year students' academic expectations of college align with their early and end of the first-year experiences? 2. To what extent do first-year students' social expectations of college align with their early and end of the first-year experiences? 3. What is the relationship between expectations/experiences and academic achievement?
Method Participants
Participants included 31 students enrolled in a year-long program designed for incoming prebusiness college students at a 4-year public university in the northeast. Students at the university cannot formally select a major until their second year and are encouraged to fully explore their academic area of interest before declaring a major. Approximately 50% of the 2,100 incoming first-year cohort at the university identify prebusiness as a potential major. A total of 49 students consented to participate in the study and 31 students completed all three administrations of a survey measuring academic and social expectations and experiences. Fifty-five percent of the participants were male and 45% female. All students were traditional age (18-19) and lived on campus. Analysis of achievement and demographics between students who completed all three administrations and those who missed one of the administrations were not significant. In comparison to the overall first-year cohort, students in the study were more likely to live on campus, less racially diverse, and more likely to be male than the overall first-year cohort. Although slightly different from the overall first-year cohort, the sample was representative of the prebusiness cohort.
Measures
The Academic and Social Expectations-Experiences Survey contains 23 Likert-type items and 3 open-ended questions. The researcher-developed survey contains items identified from a review of the research on educational transitions. Several items were adapted from a transition program, High School Is Different From College, at the University at Georgia. The academic subscale contains 9 items and the social subscale has 14 items. All items were scored on a 5-point Likert-scale from (1) strongly agree to (5) strongly disagree. Examples of items from the academic subscale include, "The pacing of course content will be faster in college," and "I will need to attend all classes in college." Sample items from the social subscale include "It will be easy to make friends at college," and "I will not be lonely." Negatively worded items were reversed scored so that high scores reflected "high expectations and experiences" and low scores reflected "low expectations and experiences." There was no a priori value judgment on whether higher scores were better or worse than lower scores, as the study examined the extent to which expectations and experiences were similar or dissimilar over time.
Prior to the first administration, two students not involved in the study examined the items for clarity and consistency. The students completed the items and talked with the authors about their perceptions of the items and provided justification for their selections on the Likert-scale. This metacognitive scale-development process led to minor revisions in wording of two items on the academic subscale and two on the social subscale. For the current study, each subscale revealed adequate internal consistency, .69 and .72 respectively.
Procedure
Students were informed of the purpose of the study at the beginning of the academic year. Students granted consent to complete the survey at three points during the academic year and allow researchers access to their first-year grades. The second author administered the surveys and collected them in a sealed envelope. She did not look at any of the surveys or consent forms until second semester grades were submitted. Participants completed the first administration of the survey, measuring expectations, in class during the second week of the fall 2003 semester. The second survey, measuring early experiences, was administered during the first week of December. The final administration, measuring first-year experiences, was administered at the end of the spring 2004 semester. Each survey contained the same items, with the exception of changing sentence structure to the past tense for the last two administrations. Overall first-year GPA data was obtained from the Office of Institutional Research.
Results
The results suggest that, in general, student expectations were not aligned with their academic and social experiences in the first year. The results of the study highlight (a) aggregate changes over time on the academic and social subscales, (b) trajectories of change over time on selected individual items, (c) trajectories of change over time for selected individual participants in the study, and (d) the relationship between expectations/experiences and first-year academic achievement.
Aggregate Changes Over Time
Expectation and experience subscale mean score changes revealed a steady pattern of decline, moving progressively from "high expectations" toward the near mid-point on the experience subscales in both academic and social realms. (See Table 1 .) The decline is consistent with aspects of the "freshman myth," showing that students held unrealistic expectations that were not met (Stern, 1966) . Additionally, the continued decline on the third survey demonstrates the lasting effects of the high school-college disconnect.
Academic Changes
Scores on the academic subscale declined on the second and third administration of the survey. Although the mean difference between the first survey (expectations) and second survey (early experiences) was not significant, the mean difference between the first and third survey was significant (t(31) = 2.28; p = .029), controlling for experiment-wise error (Jaccard & Guilamo-Ramos, 2002) . Differences in the social subscale followed a similar pattern of decline. 
Social Changes
Scores on the social subscale decreased significantly from the first administration to second (t(31) = 3.66; p < .001). Students' social expectations at the beginning of the year were also significantly different than experiences recorded at the end of the academic year (t(31) = 4.23; p < .001). Additionally, students' early experiences differed from their end of year experiences (t(31) = 2.18; p < .037). The pattern of change, from higher mean scores on the first administration and progressively lower mean scores on the two follow-up administrations of the survey, reveals an aggregate disconnect in expectations and experiences.
Trajectories of Individual Items
Examining aggregate changes on the subscales provides evidence of change over time. Looking at individual items further clarifies how students view specific academic and social areas during the transition to college. Figure 1 displays five items on the academic subscale that reflect the overall pattern of decline from the first to the third administration. Students expected that the pacing of course material would be faster in college than high school. That perception persisted throughout the first year of college, even though the scores on the final administration were, on average, .50 less than at the beginning of the year. Similarly, students at the beginning of their academic career believed that they would need to study more in college than high school and would need to set goals in order to stay on target. Student scores were progressively lower in subsequent administrations. Student perceptions regarding the importance of attending classes declined from the first to the second administration and then leveled off from the second to third administration. The item measuring need for self-motivation followed a similar pattern; there was a sharp decline from administration 1 to administration 2, followed by similar scores on the last two administrations. The findings suggest that students over-estimated the extent to which they would need to make changes to be successful in college.
Academic Item Trajectories

Figure 1 Trajectories of Sample Academic Items
Social Item Trajectories
The five social items displayed in Figure 2 further illustrate the volatility recorded in the aggregate scores of social expectations and experiences. Most striking was the marked decrease in the assumption about making lifelong friends. The first administration score of 4.4 dropped to 3.5 in the second administration.
Figure 2 Trajectories of Sample Social Item
Although still higher than the mid-point on the Likert-scale, this change reflects a level of disconnect about early social experiences. Two items, "I will get along with my suitemates" and "My friends will not be able to talk me out of studying," revealed a different pattern. This pattern revealed a slow decline from the first to the second administrations, followed by a steep decline in the final administration. The item "I will not be lonely" showed that early on, students experienced a level of loneliness not predicted by their expectation score. Finally, students reported that they expected to make friends with students from different ethnic backgrounds (4.23), but the final administration revealed less confidence that they had in fact made friends who come from different ethnic backgrounds (3.69). The findings on the social items reflect a deviation from the "high expectations" of the "freshman myth" and the day-to-day realities of the first-year social experiences of college.
Trajectories of Individual Participants
In addition to aggregate changes and tracking changes on individual items, following the individual trajectories of the participants provides another perspective. A majority of students' scores on the academic subscale decreased from first to third administration, and 23 out of 31 students' scores decreased on the social subscale. In other words, a majority of students entered the university with higher academic and social expectations than were revealed in their early and end of firstyear experiences. The individual trajectories show that the aggregate subscale changes over time were not the product of a few students having a mismatch in expectations and experiences, but rather a typical pattern emerging in the sample.
Individual Academic Trajectories
Three students with a mean score of 3.89 on the academic subscale were selected to illustrate individual trajectories. According to Figure  3 , Jerry' s early academic experiences shows an increase from 3.89 to 4.56; but by the end of the first year, Jerry' s score on the academic subscale declines to 2.0. Sally' s perceptions more closely mirror the aggregate findings. She starts with 3.89 and slowly declines on the scale to 3.44 and then 3.56 on the final administration. The third example, Hank, shows the reverse side of the up and down trend displayed by Jerry. Hank' s expectations start at 3.89, move sharply down to a low of 1.89, and then back up to 3.67. This exemplifies a simple examination of the first and third administrations in the fails to capture individual trajectories in the first-year academic experiences at college. 
Individual Social Trajectories
Three students with the same scores on the baseline administration, 3.93, were identified to illustrate social trajectories. (See Figure 4 .) Scot' s early experiences mirror his initial expectations (3.93), but the final administration reveals a slight decline to 3.57. Terri also begins the year with a social expectation at 3.93 and then increases to 4.57 before decreasing sharply in the final administration to 3.71. Finally, Marta shows an early decrease that reflects a mismatch in social expectations. By the final administration, her score slightly increases from 3.36 to 3.43; but the overall trend represents a decline from her original expectations. The individual trajectories reflect the slow, but significant deviation between relatively high social expectations and progressively lower scores on social experiences in the first year.
Each individual pattern is unique and potentially tells an important story about the expectations and multiple experiences impacting students' perceptions of the academic and social aspects of their college life. Including multiple data points throughout the year also indicates that perceptions of experiences are situational and fluid. 
Experiences and Expectations as Predictors of GPA
The final research question examines the relationship between expectations, experiences, and college achievement. Two separate linear regression equations were defined and analyzed. In the first equation, cumulative first-year GPA was regressed on the three academic subscales simultaneously. The three subscale scores were not significant predictors of first-year GPA, (F(3, 31) = .911, p = .448). Interpretation of the intercept shows that students who scored at the mean on the first administration were predicted to have a 2.9 first-year GPA. Students with scores at one standard deviation above the mean were predicted to have a 2.86, and the predicted mean GPA for students scoring one standard deviation below the mean was 3.02. In other words, students with lower academic expectations performed better than students with higher expectations, holding scores on the other administrations constant.
The second equation regressed first-year GPA onto the three social subscale scores. Variation on the three social subscale scores accounted for 15% of the variance in first-year GPA (F(3, 31) = 2.75, p = .062). Interpreting the intercept, we see that students scoring at the mean on the social subscale had a predicted mean GPA of 2.98. Students whose subscale scores were one standard deviation below the mean were predicted to have the highest GPA at 3.27. Students scoring one standard deviation above the mean, representing the "high social expectations," were predicted to have the lowest mean first-year GPA of 2.67. The pattern suggests that while the social subscale scores were not significant predictors of first-year GPA, varying social expectations were associated with nominal differences in predicted GPA. Specifically, higher social expectations were associated with lower first-year GPA, holding scores on the social experiences subscales constant.
Discussion
The results of the current study support previous literature showing a disconnect in students' prematriculation expectations and their actual first-year experiences (Bank et al., 1992; Braxton, Vesper, & Hossler, 1995; Paul & Brier, 2001 ). In addition to looking at aggregate differences over time, the study also examined individual item and individual student trends. While the relationship between expectations, experiences, and academic achievement was not statistically significant, the linear pattern showed that students with unrealistically high academic or social expectations had lower first-year GPAs than students with average or below average expectations. The finding is consistent with Weissberg et al. (2003) , who studied a larger sample of first-year students than the current study.
The findings generally support the two theoretical foundations for the study. The expectancy-value theory suggests that students who value a college degree and have high expectation for academic success would be motivated and earn higher levels of achievement (Geiger & Cooper, 1995) . The findings support the expectancy-value theory with a caveat that student expectations must be realistic and consistent with the actual experiences they encounter in college. A better understanding of expectation-experience alignment may help researchers and practitioners determine parameters of expectations that are associated with positive or negative academic motivation.
Based on the findings, we hypothesize that some students adjusted their "high" or "low" expectations and modified their approach to college based on their experiences (Wigfield & Eccles, 2000) . The general decline in the academic subscale may reflect an increased understanding of the academic culture and a more realistic view of how professors and students act and react in the academic setting. The modification of expectations toward a more realistic view apparently did not diminish motivation or impact academic achievement. Overall, students in the sample performed adequately in the first-year, but those with below average expectations and experiences had higher (but not statistically significant higher) first-year GPAs. Incorporating a measure of academic motivation in future studies would allow for a more direct test of the expectancy-value theory. In terms of ecological theory, it appears that some students did not make a fit in terms of their social and academic experiences (Astin, 1993; Tinto, 1993) . Mean decreases from expectations to experiences on social subscale items such as "making lifelong friends," and reports of higher than expected feelings of loneliness suggest that social expectations were not met. The findings support previous research that showed that students with unrealistically high expectations felt let down by the students and institution itself (Larose & Boivin, 1998; Paul & Brier, 2001) .
Examining the results from the aggregate as well as individual trajectories provides an important contribution to the study of college expectations and adjustment. Simply looking at the aggregate changes over time only tells part of the story. Prior studies of expectations and experiences that focused on the aggregate only failed to reveal trends that emerged for individuals. For instance, situational factors such as problems with roommates or a family emergency can suddenly interrupt a stellar academic or social college experience. Prematriculation measures of expectations such as the one used in the current study rarely ask students to predict whether dramatic changes, specifically negative ones, will occur in the first year of college. Researchers have examined students' abilities to cope with stress, but the questions are typically generic and not specific to the types of situations described above (Gerdes & Mallinckrodt, 1994; Kern et al., 1998 ). The openended questions in the current study served as a quality check for the Likert-items. Future examination of expectations and experiences should involve a strong qualitative component, where in addition to completing multiple surveys over time, students are asked to "tell their first-year story."
Limitations
All longitudinal designs are limited by attrition. Specific safeguards need to be in place in order to minimize attrition. In the current study, attrition was related to two factors. First, some of the students missed class when one of the surveys was administered. Second, three students were 17 years old at the time of the first administration and could not consent to participate without parental permission. In the future, we will seek out students who miss class, identify minors, and ask for parental consent to participate.
The small sample size and single institution implementation are two limitations in terms of generalizing the results to other institutions. Increasing the sample size and incorporating a representative sample derived from all first-year students in replication studies would provide additional support for generalizing the findings.
The fact that an instructor of record was part of the research process was both a limitation and an advantage in the study. Although the instructor was not aware of who consented to participate, students were aware that she was part of the research team. This knowledge may have resulted in a social desirability effect in their responses. However, clear instructions and a review of the open-ended responses served as a check for major inconsistencies. The benefits of instruc-tor/researcher emerged when interpreting results. The second author was able to identify events that help explain some of the fluctuations evident in individuals from the second to third administration. For example, she described an incident where a computer was stolen and the parents of the student wanted him to withdraw from school if his dorm room was not changed. Although this anecdote and others were not part of the study, the insider information provides avenues for future research where the participant observer can add meaning to individual or collective patterns that cannot be ascertained in a Likerttype survey. One way to alleviate the impact of researcher bias is to have graduate students administer the surveys and conduct in-depth interviews with a random sample of participants. Data could be collected prior to summer orientation to avoid any impact of socialization during the orientation or first few weeks of the semester.
Implications for Research and Practice
Participants in the current study entered college with unrealistic social and academic expectations. The finding is consistent with previous research (Paul and Brier, 2001; Stern, 1966) . The current results expand these findings by suggesting that the degree of misperception may impact college performance. The small sample size and single institution nature of the study warrant caution in generalization. However, the findings should stimulate further investigation of the nature of misperceptions and development or revision of programs to help students align expectations and experiences.
Future research on the transition to college should include large, representative samples at multiple institutions. Longitudinal research that examines expectations of high school students and first-year college students as well as high school teachers and college professors would provide much needed insight on this complex transition. A mixedmethod design consisting of comparative quantitative survey data and in-depth qualitative measures such as interviews, focus group discussions, and participant observation would provide additional data points to consider.
In addition to studying the transition to college and general high school-college disconnect, the current study design and results provide institutions with a model of assessing their incoming students' expectations and experiences. The results can inform institutions of specific decision-making around particular areas of disconnect. For example, if a college finds that their students report low expectations for social interaction and high expectations for modifying study skills, decisions about where to allocate resources and how to inform students of various social and academic opportunities come to the forefront of planning.
The findings lay the groundwork for orientation or first-year program assessment and more broadly encourage a dialogue between high school and college personnel. This dialogue is sorely needed if appropriate changes are to be made (Venezia et al., 2003) . High schools and colleges need to work together to provide academic foundations and articulate the social realities for future college students. High school and college transition programs that address disconnect in academic and social expectations prior to and throughout the first-year transition are likely to assist students making the transition to college (Kirst & Venezia, 2004) . High schools and colleges need to revisit their transition programming in terms of the high school-college disconnect. Perhaps these programs could be improved if students were made part of the process that closes the gap between high school and college. Rather than solely "talking to students" about differences, high schools and colleges could jointly provide high school students with opportunities to have extended visits in college courses. Colleges could allow students to audit classes in their senior year to get a feel for the college classroom and campus. Professional development opportunities for high school teachers and counselors could include meetings with college professors and current college students. Explicit course requirements for upper-level high school courses and common first-year college courses could be shared. High school teachers could begin to implement changes in their classes so that students are introduced to a college-like class format. For example, high school teachers could provide a course outline or syllabus for the semester so that students get a sense of how to manage their time. Local colleges could partner with high schools and hold student-only (high school students and college students) discussions highlighting popular misconceptions about college life. College students could receive academic credit for service learning to consult with high school teachers to develop specific lesson plans incorporating important skills that aid in the academic transition. Sample topics for discussion and teacher lessons could include academic issues such as the lecture hall learning environment, using the Internet for research, writing a 10-page paper according to APA or MLA style, decision-making around selecting majors, and understanding the purpose of general education. Social issues such as campus activities, student association groups, inter-and intra-mural sports, student diversity, the size of the campus, and the challenges of connecting with new friends could also stimulate important discussions and critical thinking for high school students.
Finally, orientation staff and particularly resident assistants (RAs) play an integral role in any transition program. They often see the problems that students confront before other college personnel (Twale & Muse, 1996) . Consequently, RAs may be in a better position to address issues before they become overwhelming to a new student. While RAs receive training in such areas as crisis intervention and conflict resolution, it might be beneficial for college counselors to take part in brainstorming sessions with the RAs to determine overlooked transitional issues specific to the particular college. The counselors and residential life staff could collaborate to design training programs and inservice support sessions for the RAs in light of these issues.
